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Abstract
Dffision-adoption professional learning models which position teachers as
compliant technicians of policy and practices are limited in their long ternt fficts on
teacher professionalisnt. In contrast, co-researching models of professional learning
hold the potential to engage teachers and researchers in explorations of mulual
concern which impact on professionalism and contribute to development of both
theory and practice.
This article describes professional learning wilhin the context of an Australian stale
department of education during a period of reform. The contextual influences and
design of a collaborative, film-driven participalory action research design v,hich
explored Íeacher learning and application of multiliteracies theory are explored. A
spiral of cycles of action research incorporated engagentent with ntullilíleracies
theory and collaborative planning; filning of teacher classroom 'aclion' and
reflective interviews; collaborative observation of and reflection on the resultant
filnic artefacts.
The filnic artefacts offered rich ntultimodal exaruples of teaching practices,
incorporatíng visual, audio, gestural and spatial classroom idorntaÍion, far beyond
lhe pureÌy |.inguistic recounts and descriptions v,hich characterise many professional
development v,orkshops. Incorporation of collaboraÍive filruic research technique,s
enabled multimodal observaÍion of teaching practices across a number of sites, with
observation unrestricted b), temporal or physical. parameters'.
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lntroduction
Profound shifts are occurring in the communications environment in the twenty-first
century. Meaning is made in ways that are increasingly multimodal-in which
linguistic modes of meaning interface with visual, audio, gestural and spatial patterns
of meaning (New London Group, 1996;2000).
A profound shift is also occurring in the balance of agency as workers, citizens and
learners are increasingly required to be users, players, creators and discerning
consumers rather than audiences, delegates or quiescent consumers. Students
increasingly spend time in their out-of-school lives using multimodal forms of
communication and social networking tools in online worlds, transforming their
expectations of and orientations towards texts, literacies and pedagogies.
Evidence exists that many teachers have been reticent about adopting new
technologies and developing multimodal literacies in classrooms, while students have
tended to be enthusiastic adopters of digital practices, particularly in out-of-school
contexts (Lankshear, Snyder and Green, 2000; Prensky, 2001).
The following discussion draws on a study which explored changes in teachers'
literacy pedagogies as a result of their participation in a purpose-driven teacher
professional learning (Cloonan, 2005a; Cloonan, 2008b). The context was the
Victorian government early years literacy sector where the author worked as a policy
and project officer. Approaches to literacy were print-based. Habitual teacher
professional Iearning practices were underpinned by a 'train-the-trainer' model,
Acknowledging the key role of the teacher in achieving changes in pedagogy and
student achievement (Hattie, 2003), the study investigated characteristics of teacher
professional learning which engaged teachers as active and critical participants in
investigating professional learning and multiliteracies.
In the wake of ever-changing new technologies, the field of early literacy education
can aptly be described as emergent as teachers and theorists alike atternpting to
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respond to multimodal textual forms (Kress, 2000). In such emergent contexts,
participatory action research offers opportunities to develop insights into both new
literacies education and theoretical perspectives on new literacies.
In a context where educational policy responses have been seen to inadequately
capitalise on the affordances of changed communications environment, policy makers
are seen collectively as:
...beginning to understand a bit of the challenge [but] are not yet on their way to
understanding the solutions. Ironically, most public policy responses to the
lnternet have typically been framed in terms of older, more traditional notions of
print literacy, not from within an understanding of the Internet itself. This may
be due to the fact that policy makers are sometimes the last ones to 'get' the
lnternet or to engage systematically and intensively in its use. One obvious case
involves public policies related to literacy education (Coiro et al., 2007, p. 29-
30).
This paper describes the author's efforts to 'get' implications for early literacy
teachers' professional learning as a result of broader shifts towards multirnodality.
The implications are many, but two major implications are evident. Firstly, teacher
professional learning needs to be conducted through non-hierarchical relationships
(relationships that mirror the egalitarian relationships enabled by the Internet).
Secondly, the incorporation of multimodal techniques (in this case filming) into the
design of professional learning can have productive outcomes. Participatory action
research design was the mechanism deployed to achieve these outcomes.
Habitual professional learning and resource development practices
The research project from which this article is drawn was an investigation into the
professional learning of teachers of early years (Prep-Year 4) students, conducted in
the Victorian government school sector during 2003. This was a period characterised
by calls for reform of major aspects of schooling to meet the needs of rapidly
changing social, economic and technological conditions. At the tinre the existing
curriculum and approaches to teachel learning liad already been shaped by earlier
reforms, including a devolved rnodel of school administration through the systernwide
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introduction of the self-managing, government, 'Schools of the Future' (Caldwell and
Haywood, 1998).
Within this devolved context teachers in Victorian schools could select what they
considered to be appropriate curriculum foci and outcomes from eight key learning
areas to meet the needs of their student community in the first eleven years of
schooling (Prep-Year l0), The eight learning areas were The Arts, English, Health
and Physical Education, Languages Other Than English, Mathematics, Science,
Studies of Society and Environment and Technology (Board of Studies Victoria,
1995,2000) and course advice (Directorate of School Education, 1995) offered
government school teachers exemplars of course outlines, with implementation
supported via teacher briefings and workshops conducted by government-funded and
directed central and regional offices.
Within this broader curriculum context, the author's work related to the Early Years
Literacy strategy, which had been developed to support the literacy teaching and
learning of students in the early years of schooling (ages approximately 5-10 years).
This strategy included the Early Literacy Research Project (Hill and Crèvola, 1998a;
Hill and Crèvola, 1998b; Hill and Crèvola, 1999a),the Early Years Literacy Progrant
(Education Victoria, 1997f; Education Victoria, 1998b; Education Victoria, 1999b)
and accompanying training, conferences, parent initiatives, and annual assessment of
reading data collection.
The Early Years Literacy Strategy was designed to support a statewide focus on
raising literacy levels in the Victorian government primary school sector
(approximately 1200 schools). The strategy involved teachers in professional learning
supported statewide by a rnultilayered professional development and conferences
network and aided by teacher and parent advice materials. Videos to support
professional learning were key teacher support rnaterials.
A statewide early literacy training tearn was made up of representatives from the
(then) nine metropolitan and regional state education offices. These representatives,
all with expertise and experience in the area of early years literacy teaching, worked
with the literacy officers from the central office of the Department of Education
(including the author) to develop and conduct training in early years literacy. A train-
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the-trainer model was deployed to carry out the centrally designed Early Years
Literacy Training and regionally implemented professional development program.
Regionally-nominated Early Years Literacy Trainers \ryere responsible for regionally-
conducted training for school based Early Years Literacy Coordinators. Early Years
teachers participated in initial training and ongoing development facilitated by the
Early Years Literacy Coordinator at their school. The central office and regional
literacy staff met regularly to discuss issues arising from this training; to report on
policy developments; and to explore ideas for future resource production.
Opportunities for ongoing development were also accessed at a regional level and
through statewide and regional conferences.
Since 1997, the Early Years literacy team had worked in a collaborative way with the
Schools Television production team members to produce programs which could be
available to teachers and trainers both through the satellite television narrowcast
facility and on video for use in training programs and teacher school-based,
professional learning teams. Schools Television was the Department of Education's
narrowcast satellite television network. Victorian governlnent schools and many
Catholic and non-government school were connected to the technology via satellite
reception infrastructure, including a satellite dish and decoder technology. (The
service ceased atthe end of 2005, with both low level usage and the medium's lack of
support for the sofis of 'on demand' delivery, interactivity and collaboration afforded
by the more recent technologies such as video conferencing, web-casting and pod-
casting (Department of Education and Training, 2005), cited as the rationale behind
the closure.).
In the development of films to support teacher learning, a division of roles between
the Schools Television team members and the Early Years Branch nrernbers had been
negotiated but this incleasingly went unquestioned. Basically staff from the Early
Years Branch, having a background in education, were responsible for the
identification of issues and for'finding the'talent' to be filmed, including'expeft
talking heads'and teachers. These issues were generally sLrggested by the statewide
regional training representatives and inclucled topics such as meeting the needs of
students who speak English as a Second Language (Department of Education and
Training, 2002d) and the teaching of handwriting in the early years (Department of
Education and Trainin g, 2002e).
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The programs were highly structured and formulaic in nature, with innovation
generally only in the area of special effects. The films presented 'talking head expefts'
discussing the theory and teachers showing and discussing 'best practice' around an
issue. The interview questions and suggested responses had been prepared by the
education officers and sent to the teachers before filming. Experts received the
questions but not any suggested responses. Generally the experls were interviewed in
the in-house studio while the teachers were interviewed in their classrooms. The act of
interviewing \^/as performed by a member of the production team with a technical,
rather than an educational background.
During film editing, the selection of shots was a collaborative effort between the
education officers and the film editor, a specialist rather than an educationalist.
However, due to the time consuming nature of this task and the usually short
timelines before scheduled screenings, the editor was often left to rnake final shot
selections and sequencing decisions.
The Victorian early years literacy strategy, including professional learning and
development of filmed resources, was situated within a broader policy context of
devolution of aspects of financial, administrative and curriculum design decisions to
government schools and regions. Indicative of broader shifts across Australian states
(Blackmore,1993) devolution occurred in combination with increased governmental
emphasis on standards and accountability (Luke, Lingard, Green and Comber,l999).
Together these shifts contributed to teacher professional learning and filrn production
emphasising 'risk management and managerialism' (Cornber, Kamler, Hood, Moreau
and Painter,2004, p. 82-3). The model of the Early Years Literacy 'train-the-trainer'
program and the practices involved in fihr production showed aspects of a diffirsion-
adoption model (McDonald, 1988), reflecting the historical positioning of teachers as
technicians, or policy implementers in hierarchical relationships with policy makers,
researchers and principals (Carr and Kemmis, 1986; Cochran-Srrrith and Lytle, I 993).
Professional learning and film development practices in transition
A curriculum review in Victorian state education (Kosky,2003) created an
opportunity context for renewed policy directions which acknowledged the changing
social and communicative environrnent. In light of the impact of digital technologies,
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prevailing models of curriculum organised around discrete key learning areas were
increasingly seen as inadequate.
As Australian responses which acknowledged the changing social, historical and
political context began to emerge (Education Queensland,2002; Luke and Freebody,
2000), pressure was mounted for a broad renewal in Victorian educational policy. As
an Early Years literacy policy and project ofïrcer, the author's work \ias to contribute
to literacy education policy and program development within this transitional context.
My role was development of filmic resources to be used to support teacher learning in
the area of multiliteracies (New London Group, 1996;2000).
Multiliteracies theory addresses two aspects of language use affected by the changing
communications environment: the variability of meaning making in different cultural,
social or professional contexts and the nature and impact of new communications
technologies. Multiliteracies theory argues that contemporary literacy pedagogy needs
to engage diverse, multilayered learners' identities so as to experience belonging and
transformation in their capacities and subjectivities. Becoming 'rnultiliterate' involves
students in developing proficiency in modal and multirnodal meaning-making design,
linguistic, visual, audio, gestural, spatial and multimodal designs, with multimodal
being a combination of the other modes (New London Group, 1996;2000). These six
modes of meaning-making will be referred to as a 'multimodal schema' throughoLrt
this article. The influence of teacher engagement with the 'multimodal schema' is
reported on elsewhere (Cloonan ,20051,2008).
A pedagogy of multiliteracies, featuring teacher integration of for¡r key pedagogical
orientations-situated practice, oveft instruction, critical framing and transformed
practice-was developed to support the development of students' multiliterate
capacities (New London Group, 1996, 2000). This four-part pedagogy has been
further articulated as student-centred knowledge processes with situated practice
described as experiencing; overt instruction described as student conceptLralisirrg;
crìtical framing described as student analysing; and transfonred practice described as
student applying (Kalantzis and Cope, 2004; Kalantzis et al., 2005) . These four
pedagogical knowledge processes will be referred to as a'pedagogical knowledge
processes' schema throughout this article. The influence of teacher engagen.ìent with
the 'pedagogical l<nowledge processes schema' is reported on elsewhere (Cloonan,
200s;2008).
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The author secured funding for a series of films in which viewers were promised on a
poster that they could 'see the theory in practice demonstrated by Victorian teachers'
(Department of Education and Training, 2003c). Since multiliteracies theory had not
been enacted in Victorian schools, in order to 'see the theory in practice' fresh
approaches to filming were required. A fìlm series 'Multiliteracies in the Early Years'
was designed 
- 
a staged exploration rather than a 'one ofl showcasing of existing
policy theory and implementation. To achieve a staged approach showing
development over time, teacher professional learning was required.
Four early years teachers were invited to collaborate in a series of interventions
designed to develop classroom based multiliteracies pedagogical understandings and
practices. The teachers, drawn from two Victorian government schools-one in inner-
urban Melbourne, the other from a small regional town-agreed to participate. Both
schools had a high proportion of students from low socio-economic backgrounds. The
four teachers collectively had teaching responsibilities for students from Years Prep to
4 (aged 5-10 years). Professor Mary Kalantzis and Dr Bill Cope, developers of
multiliteracies theory (New London Group, 1996, 2000), also agreed to share their
expertise in workshops and in filmed interviews.
Thus the new colrmunications environment pressured innovations which were a
departure from the usual workplace practices. Exploratory apploaches to resource
fìlming and professional learning which engaged teachers as collaborators in the
theorylpractice nexus broke with habitual practices in developing formulaic film
resollrces and train-the-trainer approaches to professionaI learning.
Participatory action research and professional learning
The mechanism deployed to engage teachers in professional learning was
participatory action-research (Carr and Kemnris, 1986; Kernmis and McTaggart,
2005), prompting a research project which evolved into a Doctoral study. This study
sought insights into teachers'multinrodal pedagogical choices as a result of teacher
learning. By actively engaging teachers as collaborators, development of the series of
films also opened up questions about forms professional learning best able to develop
teacher capabilities to opelationalise mLrltiliteracies theory and articulate their
practice.
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The research considered the kind of professional learning that would enable sustained
energy by early years teachers in the changing communications environment;
professional learning in which teachers could be knowledge collaborators and creators
rather than techni cians.
Classroom enactments and teacher descriptions of practice filmed and shared with the
Victorian early years professional community through narrowcast satellite and teacher
learning networks were the focus of the author's workplace requirements. The
associated research explored teacher professional learning of multiliteracies theory.
Designing and undertaking a research project investigating a work-based professional
learning project that broke with the traditions existing within an educational
bureaucracy was complex. The research design process was reflective of the view that
'methods are always more or less unruly assemblages' (Law, 2003, p.l l), as was the
context in which the research was designed and conducted. The situation called for a
method which acknowledged and dealt with the inherent mess of these complexities;
and that acknowledged the role of method in not only describing realities but also in
creating them (Law, 2004).
Characteristics of effective professional learning were considered when designing the
teacher professional learning project and teachers were engaged as participatory
action researchers. Critical participatory action research was an appropriate
methodology in this instance since 'action research as an expression of a critical
approach can, in its turn, inform and develop a critical theoly of education' (Carr and
Kemmis, 1986, p. 45). The research design involved a small purpose-driven
educational community of learners (Wenger, 1999) expanding practices through a
spiral of recurslve cycles of critical planning, acting, observing and reflecting
(Kemrnis and McTaggart,2005; Carr and Kemmis, I 986).
The four teachers collectively had teaching responsibilities for students from Years
Prep to 4 (aged 5-10 years) and had classroom teaching experience ranging between
eight and twenty-five years. Data collection was conducted over an eight rnonth
period and involved sixty-two lessons. The spiral of cycles involved planning, acting,
observing and reflecting (Carr and Kemmis, 1986). The relationship between
recursive aspects of the action research cycles and professional learning intelventions
informed by mLrltiliteracies theory is shown in the following figr-rre.
Table l: Action Research Cycle and P¡ofessional Leaming Interventions
Participatory action -reseæch
stages
Professional learning interventions
Planning Expert input: multiliteracies schemas
Project-focussed workshopping through distributed collegiate mentoring
Reflective action olannins for classrootn apolications
Acting Staged fi lming of classroom applications
Staged filming of teacher interviews including descriptive reflection on
classroom aool icati ons and orofessional knowledee
Observing Collaborative viewing of film artefacts (classroom applications; teacher
desc¡iotive reflection on classroom aoolications)
Reflecting Collaborative reflection on observed film a¡tefacts
1
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Eight interventions were recursively deployed, in differing combinations, to support
teacher professional learning and collection ofdata. These interventions are described
below.
Expert input during which teachers engaged with multiliteracies theory. This
engagement with theory sought to develop 'pedagogical content knowledge' which
involves'rich and profound understanding of the subject matter one is teaching'
(Shulman, 2005, p. 20). Engaging teachers with others with expertise required
consideration of whether there is 'an expeft telling you what to do' or alternatively
'enough direction to enable me to find rny way...without being prescriptive'
(Comber et al., 2004, p. 82-3). Theoretical input was directed to teacher
development as, 'a scholar, an intellectual, and a knowledge worker oriented
toward the interpretation, communication, and construction of such knowledge in
the interests of student learning' (Shulman, 1999, p. xiii). An awareness that
'teachers may see research as unresponsive to the realities of the classroom or as
collched in "Lrser-unfriendly" terms that are d¡fficult to apply to practice' (Grisham,
2000), led to theory being presented, where appropriate, in the form of schemas or
frameworks which had immediate application to classroom contexts.
Project-focussed wolkshopping through distributed collegiate mentoring involved
the teachers, theorists and the policy and project officer/researcher as a community
of learners (Wenger, 1999) engaging in '[f]eedback, debrieß, [and] professional
conversations' (Comber et al., 2004, p. 85), promoting accoLrntability to the team
for the quality of teaching (Mclaughlin and Talbert, 1993), and enabling problern-
solving of curricLrlum, organisation and learner-related issues. These clarifying
workshopping opportunities, positioned teachers as researchers of their own
2.
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practice (Darling-Hammond and Sykes, 1999), considering the theoretical input in
relation to specific classroom contextual concerns. It also juxtaposed the
theoretical input with 'pedagogical learner knowledge' (Grimmet and MacKinnon,
1992), as teachers considered theoretical offerings in connection with the
backgrounds, needs, styles and capacities of diverse learners (Darling-Hammond,
1 ee8).
Reflective action planning for classroom applications also sought to foreground
teacher's contexts for operationalising multiliteracies theory, acknowledging 'the
importance of working within the teachers' specific local contexts in order to
produce change' (Comber et al., 2004, p. 86) and involving group problern-
solving. Foregrounding classroom applications, teachers planned for enactments
which synthesised pedagogical subject knowledge of rnultiliteracies and
pedagogical learner knowledge. As the project developed, a 'Learning by Design
template' (Kalantzis and Cope, 2}}4;Kalantzis et al. 2005) was deployed as both a
planning and publishing tool, allowing the writing of classroom practice for public
sharing, incorporating principles of teacher as knowledge producer or generator
(Cochran-Smith and Lytle, 1999). This allowed the desired transparency of
pedagogical practices (Elmore, 2002; Luke, 2003), opening these practices to
scrutiny by placement of planning documentation in the public realrn (Kemmis,
2000;Kemmis and McTaggart, 2005).
Staged filming of classroom applications for public sharing also incorporated
principles of teachers as knowledge producers or generators (Cochran-Smith and
Lytle, 1999), transparency of pedágogical practices (Luke, 2003); opening
practices to scrutiny (Elmore, 2002) by placernent of filmed artefacts of classroom
applications in the public realm (Kemrnis, 2000; Kemmis and McTaggart, 2005).
Rather than written representations of teachers' work, filrning broadened
understanding of transparency and sharing (Elmore, 2002) to include fìlrned
segnrents of teachers' actual practice, an example of educational reform which
takes into account 'teachers as embodied subjects with personal histories and
dynamic professional identities' (Cornber eT a|.,2004, p. 3).
Staged filming of teacher interviews including descriptive reflection on classroorn
applications and professional knowledge similarly positioned teachers as
professional spokespeople and expefts, commenting on their classroom practice for
4.
5
6.
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the film audience. Agentive positioning of teachers shifted their role from an
historically hierarchical positioning with knowledge and research to that of
'researchers, theorizers, activists, and school leaders who generate knowledge for
the profession and they also become critical users of research' (Southwest
Educational Development Laboratory, 2002, p. 1). This intervention sought to
extend teachers' influence beyond student learning to school culture and the
broader community (Crowther, Kaagan, Ferguson, and Hann, 2002), creating a
public discursive space for teacher description and reflection of their classroom
operationalising of the multiliteracies-influenced'multimodal schema' and
'pedagogical knowledge processes schema'.
7.
Collaborative viewing of film artefacts (classroom applications; teacher descriptive
reflection on classroom applications) positioned teachers as researchers of their
own practice (Darling-Hammond and Sykes, 1999), participating in observation
and analysis of a shared bank of data of their classroom practice, the product of a
knowledge producing community (Kalantzis et al., 2005). Collaborative viewing
and reflection on film artefacts provided a stimulus for the learning community's
reflective comment and examination of data, which in turn prompted further
planning for implementation through recursive cycles.
Collaborative reflection on observed fìlm artefacts during which the community of
learners would view and provide feedback on the 'fine cut' of each filrn, engaged
teachers in ongoing reflective examination of their practice. The film artefacts
provided a reference point for collaborative viewing, debriefing and ongoing
planning, acting and reflection involving a retrospective exploration of events,
practices and thought patterns (Schön, 1983), Double loop learning (Argyris and
Schön, 1978) undertaken as collaborative reflection within the staged filming
process assisted differentiation of unexamined and examined practices, positioning
teachers as inquirers into their own practices through examination of personally
generated data (CaLr and Kemmis, 1986).
Collabolative reflection on data and findings during which the teachers engaged
with sources data, providing feedback on fi[m aftefacts (classroorn applications and
teacher descriptive reflection on classroom applications), and teacher-documented
'Learning Elements' in which classroom practice was recorded in terms of the
'pedagogoical knowledge processes', and progressive drafts of tentative findings.
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Beginning early in the work-based professional learning project, this continued
through data collection and analysis. The sharing of data and findings contributed
to professional learning and the trustworthiness and authenticity of interpretations
of events (Stake, 1995) through this process of 'member checks' (Guba, I 981).
'Group learning meetings' involving the team of case study teachers, two theorists
from the New London Group and the aurthor, were held away from the daily work of
the participating teachers, generally off-site. Group learning meetings included
theoretical input contextualising the 'multimodal' schema and the 'pedagogical
knowledge processes' schema, as follows:
. Expert input session one: 'Multiliteracies Group Introduction'. An overview
and rationale for expanding notions of literacy; the 'why', 'what' and 'how'
of multiliteracies. Emphasis in this session was the rationale for a need for
expansìon in perceptions of literacy, ol the 'why' of multiliteracies.
. Expeft input session two: 'Multiliteracies Cloup lntensive'. This focussed on
the 'what' of multiliteracies, that is the 'mullimodal schema' and the notion
of 'design'.
. Expeft inpLrt session three: 'Multilitelacies Glonp Intensive'. Expert inpLrt
session three focused on tlre'how'of multilitelacies, with an enrphasis on the
Mr-rltiliteracies four-part pedagogical scherra, 'Learning by Design', and the
'pedagogìcal knowledge processes schetna'
. Expert inpr,rt session four: 'Multiliteracies GroLrp Reflection. The focus was
on a leview of MLrltilitelacies tlreory and 'Learning by Design' with arr
emphasis on engagernent and transfolrnation of diverse lealners engaged and
transfonned.
Each experl input session was followed by'plarrning'(Carr and Kemmis, 1986;
Kenrmis and McTaggart, 2005), tlrrough the 'project-focussed workshopping' and
'action planning for classroom applications' irl rvhich possible enactments of theory
rvere considered by tlre tearn in the light of the distinctive contexts of individLral
practitioners and their pedagogical learner l<nowledge (Darling-Harnmorld, 1998). The
action planning for classroom applications was refracted througli the use of the
'Learning by Design''pedagogical l<nowledge processes' schenra which was
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introduced during the 'Multiliteracies Group Intensive'. Collaborative viewing and
reflection on frlmed aftefacts involved self and peer (observation' (Carr and Kemmis,
1986; Kemmis and McTaggart, 2005) of classroom application and of developing
teacher knowledge.
'School-based collaborations' involved the researcher engaging with teachers
individually and in planning meetings, 'observing' (Carr and Kemmis, 1986; Kemmis
and McTaggaft, 2005) and collecting data in the school and classrooms contexts.
'Reflective action planning' was undertaken through development of teacher
documentation using the 'pedagogical knowledge processes' schema, staged filming
and researcher observations captured classroom application 'acts' and teacher
understandings as a result of engagement with Multiliteracies theory.
Procedures were established for use in interactions with case study teachers to ensure
that processes for data collection were as consistent as possible. Data collection was
achieved via the following methods.
Semi-structured interviews, filmed and audio-taped, were conducted between the
researcher and individual teachers (Burns,2000; Taylor and Bogdan, 1998). Filmed
interviews were conducted three or four times with each of the case study teachers
and occurred in the teachers' classrooms. These interviews focused on the teachers'
staged irnplementation of the 'multimodal schema' and 'pedagogical knowledge
processes schema' and included general reflections on developing teacher
understandings of multiliteracies theory; outlines of classroom applications at
strategic points within the participatory action-research cycle; and descriptions of
student responses to these implementations. The interview questions were structured
around the analytical categories, however they were emergent in nature and strongly
contextualised in teachers' classroom issues and practices. The limitations of filming,
including the potential for selÊconsciousness by participants and their subsequent
altered behaviour (Taylor and Bogdan, 1998), were countered by assuring parlicipants
prior to filming that they could stop at any time and that any film material they did not
want utilised would be discarded.
Film footage of the teachers' deployment of the 'multimodal schema' and
'pedagogical knowledge processes schema' was gathered. Staged classroom filming
was utilised at strategic points in the participatory action-research cycle to gain
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evidence of classroom enactment of theory, with each classroom filmed on three or
four occasions over one or two days. Filmed footage enables detailed descriptions
since it preserves classroom practice and can be viewed repeatedly, providing a
source of data for focussed practitioner reflection and analysis of teacher enactments
and student responses (Bodgen and Bilken, 1992; Stigler and Hiebert,l997).
Observations were recorded in a Researcher Reflective Journal (Bodgen and Bilken,
1992; Lincoln and Guba, 1985), including participant observations and reflections
(LeCompte and Schensul, 1999) relatingto teacher learning within the context of the
group team meetings (expert input; project-focussed workshopping through
distributed collegiate mentoring; reflective action planning for classroom applications
classroom; staged filming of classroom applications; collaborative reflection on
observed film artefacts) and school-based collaborations (reflective action planning
for classroom applications classroom; staged filming of classroom applications).
Film artefacts, resulting from the filming of both classroom applications and semi-
structured teacher interviews reflecting on classroom applications and teacher
professional learning, fell into t\ /o categories: published filmed artefacts which
appeared in the Schools Television series of programs, as well as unpublished footage
which was, metaphorically-speaking, left on the cutting room floor.
Teacher planning artefacts were also collected in the form of the teacher created
'Learning Elements' Lrsing the 'Learning by Design' Learning Element template
(Kalantzis and Cope, 2004; Kalantzis et al., 2005). Teachers used the 'Learning
Element template' as a reflective and prospective documentation and planning tool to
consider teaching already enacted and to plan further enactments.
Collaborative reflection on data and finding was undertaken progressively throughout
the wolk-based professional learning project during which the teachers engaged with
data sources through playback of film arlefacts (classroom applications and teacher
descriptive reflection on classroom applications); analysis of the 'Lealning Elements';
and progressive drafts of tentative findings beginning early in the data collection
process and continuing subsequent to the completion of the data collection process.
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Conclusion
A participatory action research design designed to engage teachers as knowledge
generators accounted for interaction with schemas emanating from multiliteracies
theory with a view to practical application, reflection and collegiate sharing.
Participation was framed by interventions featuring,
...a lack of hierarchy in mentoring relationships; an emphasis on knowledge
production rather than knowledge transmission; the importance of working
within the teachers'specifìc local contexts in order to produce change...
grappling with theoretical work... having agency to read these critically and
imaginatively (Comber et a1.,2004, p. 86)
Resonating with the pedagogical affordances of the communications environment,
this research was designed to explore professional learning opportunities for teachers,
'to create as well as consume professional knowledge through self-directed inquiry
and research into their own practice' (Grisham, 2000) and avoid a 'devolution drain'
experienced by teachers as a result of change management approaches to professional
learning (Comber et aI.,2004).
Egalitarian outcomes and application of democratic principles present strong reasons
for adopting changes in traditional hierarchical flows of knowledge in teacher
professional learning and research contexts. However others reasons prevail as well.
There is emerging agreement that in an environment where teachers are faced daily
with teaching 'digital natives' or insiders, students with lifeworld experiences in the
digitised, networked environment are in the strongest position to inform and articulate
challenges in teaching digitised learners. In an environment of rapidly changing
textual and social practices:
...teachers thernselves, exploring in theil own classroorns hunches and intuitions
about the irnplications for their teaching can provide the strongest lead as to how
the future research agenda should be formulated (Unsworth,2006, p. 156) after
Locke and Andrews (200a) and Leu (2000).
This paper has described the design of a research project, implemented through a case
study of participatory action research methodology. It has contextualised the study,
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the habitual professional learning and resource development practices deployed in an
Australian state department of education.
The researcher's role as a practitioner in developing a series of professional learning
interventions has been accounted for, and processes for collaboratively reflecting on
the impact of the interventions have been outlined. The inter-relationships between
dafa collection, research design and teacher professional learning have been
acknowledged; and the context, parameÍ.ers and processes of data collection and
analysis for insights in the addressing of the research questions, within a work-based
professional learning project have been detailed.
This paper illustrates a model for teacher professional learning, resource development
and teacher research which rroves away from the hierarchical relationships ancl
diffusion-adoption values of atrain-the-trainer model. It also incorporates fìlming as a
rneans of teacher reflection and pedagogies which incorporated multimodal literacy
practices as opposed to exclusively print-based practices.
References
Argylis, C., atrd Schön, D. (1978). Organisational Learning: A Theory of Action Perspective.
San Francisco: Jossey-Bass.
Southwest Educational Development Laboratory. (2002). Inslt'ttclional Coherence' The
Changing Role of Teacher. Retrieved 5 July, 2006, frolr
http://www.sedl.org/pubs/teachi n 999l3. htrnl
Blacknore. J. (1993). The Colonising Discotu'ses of Devolulion and Reslructuring in
Educational Administration: Why Notv and Who Gqin.s? Papel presented at the AARE
Conference, Perth, A r-rstralia.
Carnpbell, D. (2003). Forward. ln Case StLrdlt llssserclt Design and Methods (pp. ix-xi).
Thousand Oaks, California: Sage Publications Inc.
Carr, W., and Kernr¡is, S.(1986). Becoming CritÌcal: Educ¿tlion, Knorvledge and AcÍion
Research (Third ed.). London: Falmer Pless.
Cloonan, A. (2005). Plofessional Leanring and Enacting Theoly (Or TLying to be a
Lifelong/Lifervide Teacher-Learner wlrile Hauging ou to Yor"rr Sanity). hr M.
Kalantzis and B. Cope (Eds.), Lecu'ning b),Design. MelboLrrne: Victorian Schools
Innovation Comnrission in association with Cornmou GroLrud Publishing.
Cloonatr, A. (2008). The professional leorning of teacher's: ct case sludy of ntttltililerctcies
teachingin Ihe ecn'lyt¡,ecu's of schooling.PlrD thesìs, RMIT University, Melbourne.
Cloonan. A. (in press). MLrltirnodality pedagogies: A mLrltiliteracies approach. The
InÍernational Jou'nal of Learning, 15.
Changing teaching protèssional leaming: Transitioning tiorn train-the-trainer to participatory action research
Cochran-Smith, M., and Lytle, S. (1993). Inside/Outside:Teacher Research and Knowledge.
New York and London: Teachers College Press.
Cochran-Smith, M., and Lytle, S. (1999). The Teacher Research Movernent: A Decade Later.
Educ ati onal Re s e ar cher (October), 1 5-25.
Comber, B., Kamler, B., Hood, D., Moreau, S., and Painter, J. (2004). Thirty Years into
Teaching: Professional Development, Exhaustion and Rejuvenation. English
Teaching : Pr actice and Critique, 3 (2),'7 4-8'7 .
Cope,8., andKalantzis, M. (2000a). Designs for Social Futures. In B. Cope and M. Kalantzis
(Eds.), Multilíteracies: Literacy Learning and the Design of Social Futures (pp.203-
23 4). London : Routledge.
Coiro, J., Knobel, M., Lankshear, C, and Leu, D. (2007). Central Issues In New Literacies
and New Literacies Research. Retrieved 26 July, 200'l , from
http://www.newliteracies.uconn.edu/pub files/Handbook of Research on New Lite
racies.pdf
Crowther, F., Kaagan, S., Ferguson, M., and Hann, L. (2002). Developing Teacher Leaders:
How Teacher Leadership Enhances School Success. California: Corwin Press.
Darling-Hamrnond L. (1998). Teacher Learning That Supports Student Learning. Retrieved
29 November,2004, from http://www.ascd.org/publications/ed/darlinghammond.html
Darling-Harnmond, L., and Sykes, G. (Eds.). (1999). Teaching as the Learning Profession:
Handbook Of Policy And Prqctice. San Francisco: Jossey-Bass.
Denzin, N., and Lincoln, Y. (2000). Introduction. In N. Denzin, artd Y. Lincoln (Eds.),
Handbook of Qualitative Researclt (pp. 1-28). Thousand Oaks, California: Sage
Publications.
Depaftment of Education and Training. (2002d). Teaching ESL Students ín the Early Years.
Retrieved l6 August, 2007, from http://www.sofweb.vic.edu.au/eys/pd/schoolstv/
termI htm
Deparlment of Education and Training. (2002e). Teaching Writers: íühqt About
Handwriting? Retrieved 16 August, 2007, from
http ://www. sofweb.vi c. edu. auleys/pd/school stv/
tenn3.htm
Deparlment of Education and Training. (2003c). Early Years Schools Television 2003
Literacy and Numeracy. Retrieved Ar.rgust 16, 2001 , from lrttp://www.sofweb.
vi c. edu. auleys/pd/schoolstv/index.htm
Depaftment of Education arrd Trainirrg. (2005). Schools Television. Retlieved 8 August, 2006,
fr-om http://www.sofweb.vic.edu.aLr/schoolstv0%5Fnotice/
Eltnole, R. (2002). Bridging tlte Gap Betyveen Standards and AchieventenÍ: Repot"Í on fhe
IntperaÍive for Professional Development in Educalion. Washington DC: Albert
Shanker lnstitute.
Fals Borda, O. (1979). Ìuvestigating Reality in Order to Trausfonn It: The Colombiau
Experience. Dialeclicql Anthropolog,t, 4, 33-55.
l8 -
Changing teaching professional leaming: Transitioning fiom train-the-trainer to participatory action research
Geertz, C. (1973). The Interpretation of Cuhzres. New York: Basic Books.
Grimmet, P., and MacKinnon, A. (1992). Craft Knowledge and the Education of Teachers. In G. Grant
(Ed.), Reviet, of Research in Education /8. Washington, D.C.: American Educational
Research Association.
Grisham, D. (2000). Teacher Voices: Research as Professional Development. P.eftieved 3
August,200l,from http://www.readingonline.org/editorial/edit_index.asp
Grundy, S. (2006). Personal Conversation with the author. Melbourne.
Guba, E. (1981). Criteria for Assessing the Trustworthiness of Naturalistic Inquilies.
Educ ati onal C ommuni c ati on and Te c hn o I o g1t Journa l, 2 9, 7 5 -92.
Hattie, J.(2003, October). Teachers mqke a dffirence: Whql is the research evidence? Paper
presented at the Building Teacher Quality Research Corrference, Melbourne.
Kalantzis, M., and Cope, B. (2004). Designs For Learning. Retlieved 12 August,2007, fronr
http ://www. wwwords. co. uk/p df
Kalantzis, M., Cope, 8., and the Learning by Design Project Group. (2005). Learning by
Design. Melbourne: Victorian Schools Innovation Commission in association with
Conrmon Ground Publ ishing.
Kemmis, S. (2005). Participatory action Research and lhe Public Sphere. Paper presented at
the PRAR Conference at Utrech University, 20 November'.
Kemmis, S., and McTaggart, R. (2005). Parlicipatory Action Research. ln N. Denzin and Y.
Lincoln (Eds.), The Sage Handbook of Qualitative Resectrclt Thousand Oaks,
California: Sage PLrblications.
Kosky, L. (2003). Franteyvork fo, Reþrnt. Retrieved l8 July, 2006, fronr
http://www.det.vi c. gov.auldet/resor-lrces/detrepofts.htrr
Kress, G. (2000). Design and Transfonnation: New Theories of Meaning. In B. Cope & M.
Kalantzis (Eds.), Multiliterctcies: Literaqt Learning ancl llte Design of Social FtÍm'es.
South Yarra: MacMillau Australia.
Lankshear, C., Snyder, L, and Green, B. (2000). Teachers ancl Technolileracy. Sydney: Allen
andUnwin.
Law, J. (2004). After Method Mess in Socictl Science Research. London: RoLrtledge.
Law, J. (2003). Making ct Mess with Method. Retrievecl AugLrst 16, 2001, fi'om
LeCornpte, M., aud Schensul. J. (1999). Anaþtsing and Interpreting EÍhnograpltic Data.
Walnut Cleek, Califolnia: Alta Mira Press.
Leu, D. J. Jr. (2000). Literacy and Technology: Deictic Consequences for Literacy EdLrcation
in an lnformation Age. ln M. Kamil. P. Mosenthal. P. Pealson and R. Balr (Ecls.).
Handbook of Reading Research (Vol. 3. pp.143-764). Mahwah, NJ: Erlbaurn.
Lincoln. Y., and Guba. E,. (1985). Nqtw'alislic Inr¡uir'1t. ThoLrsancl Oaks, California: Sage
PLrblications.
Changing teaching protèssional leaming: Transitioning liom train-the-trainer to participatory actiorr research
Locke, T., and Andrews, R. (2004). ICT and literature: a Faustian compact? In R. Andrews
(Ed.), The Impact of ICT on Literacy Education (pp. 124-152). London
Luke, A. (2003a). Making Literacy Policy and Practice with a Difference. Australian Journal
of Language and Literøcy, 26(3), 58-81.
Luke, 4., Lingard, R., Green, 8., and Comber, B. (1999). The Abuses of Literacy. ln J.
Marshall and P. Peters (Eds.), Educational Policy (pp.763-781). London: Edward
Elgar.
McDonald, J. (1988). The Emergence of the Teacher's Voice: Implications for the New
Reform. Teachers Coll e ge Record, B 9, 4'7 1 -486.
Mclaughlin, M., and Talbert, J. (1993). Contexts that Matter for Teaching and Learning:
Strategic Opportunities for Meeting the Nation's Educational Goals: Stanford
University: Centre for Research on the Context of Secondary School Teaching.
Miles, M., and Huberman, A. M. (1994). An Expanded Sourcebook Qualitative Data Analysis
(2nd ed.). Thousand Oaks, California: Sage Publications.
New London Group. (1996). A Pedagogy of Multiliteracies: Designing Social Futures.
Harvard Educational Review, 66, 60-92.
New London Group. (2000). A Pedagogy of Multiliteracies: Designing Social Futures. In B.
Cope and M. Kalantzis (Eds.), Multiliteracies: Literacy Learning end the Design of
S o c ial Futur es. (pp. 1 82-202). Mel bourne : M acrn i I I an.
Prensþ, M. (2001). DigitalNatives, Digital Lnmigrants. On the Horizon, 9(5).
Schön, D. (1983). The Reflective Practitioner: How Professionals Think in Action. London:
Ternple Smith.
Shulman, L. (1987). Knowledge and Teaching: Foundations of the New Refonn. Harvard
Educational Review, 5 7 (1), 1 -22.
Shulman, L. (1999). Forward. In L. Darling-Hammond and C. Sykes (Eds.),Teachingcts Íhe
Learning Professi.on: Handbook of Policy and Prqclice (pp. xi-xiv). San Francisco:
Jossey-Bass.
Shulman, L. (2005). The Signature Pedagogies of tlte Professions of Latv, Medicine,
Engineering, and the Clergy: Potential Lessons 
.for lhe Educalion of Teachers. Paper
presented at the Math Science Parlnerships (MSP) Workshop: Teacher EdLrcation for
Effective Teaching and Learning, FebrLraly 6-8. California: National Research
Council's Center for Education.
Stake, R. (1995). The Art of Case Study Researclr. Thousand Oaks. Califonria: Sage
PLrblications.
Stake, R. (2005). Qualitative Case Studies. In N. Denzin ancl Y. Lincoln (Eds.), The Sage
Hqndbook of Qualitative Research (pp. 443-466). ThoLrsand Oaks, Califorrria: Sage
Publications Inc.
Stigler, J. W., and Hiebert, J. (1991). Understarrding and lmproving Classroom Matlrernatics
lnstruction: An Ovelview of the IMMS Video Stucly. Phi Delta Kappan,4-21.
Changing teaching professional leaming: Transitioning from train-the-tml'ner to participatory action research
Taylor, S., and Bogdan, R. (1984). Introduction to Qualitative Research Methods The Search
for Meaning. New York Wiley and Sons.
Taylor, S., and Bogdan, R- (1998). Inffoduction to Qualitative Research Methods (3 ed.). New
York: John Wiley.
Unsworth, L. (2006b). Towards a Metalanguage for Multiliteracies Education: Describing the
Meaning-Making Resources of Language-Image Interaction. Englísh Teaching:
Practice and Critique (5)1: 55-76
Victorian Curriculum and Assessment Authority. (2005d). Victorian Essential Learning
Standards: Overvíew. East Melboume: Victorian Curiculum and Assessment
Authority.
Wenger, E. (1999). Carnmunities of Practíee: Learning, Meaning and ldentitlt. Cambridge:
Cambridge University Press.
Yin, R. (2003). Case Study Research: Design and Methods. Thousand Oaks, California: Sage
Publications Inc.

